subsequently influence them. As applied to AB, the confluence hypothesis suggests that AB leads to selection of similarly delinquent friends, and in turn, selection of antisocial friends leads to increases in the rates and severity of these problem behaviors (Dishion, Patterson, & Griesler, 1994) . Capaldi and Patterson (1996) posted that lower base-rate physically VB emerges through an increase in rates and frequency of AB (amplification hypothesis). However, more recent work on the escalation of violence notes that violence evolves in the context of peer network dynamics as a rare but salient form of peer contagion (Dishion & Tipscord, 2011) . If youth within a given ecology are engaged in AB or VB, that serves as a motivating factor for others to match these behaviors in the service of being a member of a group (Dishion, 2016) . Taken together, this research suggests that the processes of confluence and amplification are likely to operate jointly in peer networks. Thus, we apply the dynamic social network analysis (SNA) approach to examine (a) how the trajectories of AB and VB unfold and influence one another at the level of an individual and (b) how AB and VB are embedded and shaped by peer network dynamics. Understanding the peer dynamics that give rise to violence can be used by school staff and teachers to motivate attention and develop school management policies that reduce the formation of peer groups that provoke, model, and incite VB.
Peer Selection and Influence for AB
The confluence hypothesis (Dishion et al., 1994) suggests that AB leads to a selection of friends who engage in similar levels of AB (peer selection). Once the early adolescent peer group gels, youth increasingly adopt their friends' problem behaviors (peer influence), which operates via peer reinforcement processes (i.e., deviancy training; Dishion, Spracklen, Andrews, & Patterson, 1996) . Recent methodological advances enabled developmental and criminology research to more precisely disentangle peer selection from influence pathways through an application of dynamic SNA (Snijders, van de Bundt, & Steglich, 2010) . This approach to explicating the role of peer networks in youth's development emphasizes that networks are unique social settings because youth play an active role in creating them (Veenstra, Dijkstra, Steglich, & Van Zalk, 2013) . In other words, understanding how peers shape problem behavior requires not only looking at peers as sources of influence but also accounting for how youth come to have particular friends.
Research using longitudinal SNA has produced consistent support for the confluence hypothesis. In a sample of public middle school students in the United States, those who reported higher levels of AB were less likely to be selected as a best friend (Light & Dishion, 2007) . However, the school with the highest level of AB showed the opposite effect, with antisocial students being more likely to be nominated as a friend. This school also showed increased rates of AB across 3 years. This pattern of results underscores the potent role of social norms regarding AB that emerged at a setting level (i.e., aggregated across all individuals in a school) and appeared to amplify adverse peer selection and influence processes (Gest, Osgood, Feinberg, Bierman, & Moody, 2011) . Furthermore, Light and Dishion (2007) reported significant peer influence on AB, such that over time adolescents increased their levels of AB to become similar to their best friends in one out of eight school contexts. This study suggests variability by the school in the peer network dynamics related to AB such that the selection of antisocial students as friends is indicative of the growth of AB at the school level. These results have been replicated in several other studies within the United States (Jose, Hipp, Butts, Wang, & Lakon, 2015) and in Western European samples (Burk, Steglich, & Snijders, 2007; Svensson, Burk, Stattin, & Kerr, 2012) . However, using a sample of youth (11-18 years of) from a Dutch inner city, finally, Knecht, Snijders, Baerveldt, Steglich, and Raub (2010) also tested both peer confluence pathways to AB in a sample of Dutch school students to find significant peer selection but not peer influence on AB. Taken together, this growing body of research provides a fairly robust support for the confluence hypothesis of AB, although some variability exists in the relative strength of peer selection and influence pathways.
Amplification of AB to VB
The coercion model proposes that a negative reinforcement of relatively minor problem behaviors in childhood would lead to the learning of increasingly serious problem behaviors such as aggression, lying, and stealing (Patterson et al., 1992) . Antisocial tendencies in middle childhood are often associated with poor adjustment in schools (e.g., rejection by conventional peers, academic failure) which motivates disengagement from conventional lines of social activities and self-organizing into peer groups that often promote problem behaviors and their escalation into violence (Dishion, Ha, & Véronneau, 2012; Van Ryzin & Dishion, 2013) . Other research at the individual level of analysis has documented the amplification of AB into VB (Capaldi & Patterson, 1996) , although the extension of the confluence model to account for the amplification of AB into VB in early adolescence (i.e., middle school) has yet to be tested. Given that both types of behaviors are embedded in and shaped by networks, untangling individual and peer dynamics of AB and VB is necessary. One fruitful strategy has been to conceptualize peer influence on weapon-carrying as a specific example of amplification of aggressive behavior (Dijkstra et al., 2010) . In a sample of U.S. high school students, these authors found that youth who reported carrying weapons became more popular among their friends. Consistent with the confluence hypothesis, they found that friends influenced one another to adopt weapon-carrying behavior. Importantly, peer-reported aggression levels predicted increases in weapons-carrying over time supporting the amplification of AB to VB hypothesis derived from the coercion model.
The Current Study
The main goal of this study was to examine the confluence hypothesis (Dishion et al., 1994) of AB and VB development during early adolescence. In doing so, we tested both pathways posited by the confluence hypothesis (i.e., selection and influence) using a dynamic SNA approach (i.e., stochastic actor-based modeling [SABM]; Snijders et al., 2010) . This modeling approach is well suited for disentangling reciprocal associations between the social dynamics of peer affiliations and the development of adolescent problem behavior. Our second goal was to empirically test the amplification of AB to VB hypothesis (Capaldi & Patterson, 1996) within the dynamic context of adolescent peer networks. We pursue this goal by testing main effects of AB on VB and vice versa, as well as examining how one type of problem behavior moderates the susceptibility to peer influence on the other problem behavior (i.e., focal youth's AB level make them more susceptible to influence on VB).
Method

Participants
Participants were 998 adolescents recruited in sixth grade from three middle schools in an ethnically diverse metropolitan community in the northwestern United States. These schools were selected from a neighborhood with high rates of crime. Parents of all sixth-grade students were invited to participate and 90% of them provided consent. The sample included 526 males (52.7%) and 472 females (47.3%) and comprised 423 European Americans (42.3%), 291 African Americans (29.2%), 68 Latino/a (6.8%), 52 Asian Americans (5.2%), and 164 adolescents of other race, including biracial (16.4%). The median annual family income was between US$30,000 and US$40,000, ranging from US$5,000 to more than US$90,000.
Procedures and Intervention Protocol
Data were collected in two cohorts: Cohort 1: 1997 -1998 and Cohort 2: 1999 -2000 . A total of 85% of the students recruited participated in the three waves of data collection during middle school: spring of sixth grade (Wave 1), spring of seventh grade (Wave 2), and spring of eighth grade (Wave 3). The multilevel family intervention was integrated into the public school system at three levels (for a complete description, see Dishion & Kavanagh, 2003) . The intervention was randomized at the individual level at the end of sixth grade, and the participating schools agreed to assign the seventh-grade homeroom class by the research team randomization. The universal level involved a 6-week curriculum called Success, Health, And Peace Curriculum (SHAPe) delivered in the homeroom class (Fall of seventh grade, prior to Wave 2 assessment), designed to engage both parents and students in a variety of exercises to promote school success, healthy adolescent choices, positive peer group functioning and to diminish problem behaviors and violence. Students from control group received middle school curriculum as usual. The second level of the intervention was the Family Check-Up (FCU), which was offered to parents at the end of the seventh-grade year to families of students identified as at risk. The FCU is a brief, two-to three-session intervention that uses motivational interviewing to support parents in positively changing family management practices. Approximately 25% of the families engaged in the FCU after the seventh-grade assessment and during the eighth grade prior to Wave 3 assessment (Dishion & Kavanagh, 2003) . The third level of the intervention followed the FCU and involved an evidence-based parent management curriculum called Everyday Parenting (Dishion et al., 2012) . This study controls only on the effects of the SHAPe and FCU because the indicated intervention (Everyday Parenting) was implemented after the peer assessments in the spring of eighth grade.
Measures
Antisocial behavior (AB) was assessed with five items asking youth to report on the frequency of the following behaviors in the past week: (a) lying to parents about whereabouts or company, (b) staying out all night without permission, (c) skipping school, (d) attempting to and stealing things worth >US$5.00, and (e) panhandling. Responses ranged from 1 (never) to 6 (more than 20 times). We computed a composite score for AB by averaging the five items; this scale was found to be internally consistent and reliable (Cronbach's α were .69, .76, .69 for Waves 1-3, respectively). Because SABM requires discrete ordinal behavioral outcome variables, we transformed this composite into a z score and recoded into an ordinal variable with three levels using the following increments of the continuous z score: z < 0, 0 ≤ z < 1, z ≥ 1 (e.g., Delay, Ha, Van Ryzin, Winter, & Dishion, 2016) .
Violent behavior (VB) was assessed with five items asking adolescents to report on the frequency of the following behaviors in the past week: (a) intentionally hitting or threatening someone at school, (b) purposely damaging or trying to damage property, (c) carrying or handling a weapon (gun or knife), (d) spending time with gang members as friends, and (e) spending time with friends who fight a lot. Responses ranged from 1 (never) to 6 (more than 20 times) for Items 1-4 and responses ranged from 1 (never) to 7 (more than 7 times) for Item 5. We transformed these items into z scores and created a composite for VB by averaging the five items; this scale was found to be internally consistent and reliable (Cronbach's α were .75, .74, .64). Again, to accommodate SABM behavior data requirements, we recoded the continuous VB variable into an ordinal variable with three levels (z < 0, 0 ≤ z < 1, z ≥ 1).
Several sociodemographic and contextual variables were included in analyses. Adolescents reported on their gender (1 = female, 0 = male) and ethnic-racial background (1 = European American, 2 = African American, 3 = Native American, 4 = Hispanic or Latino/a, 5 = Asian American, and 6 = other). Teacher's completed Teacher Risk Screening Index (Dishion & Kavanagh, 2003) and reported the frequency with which students engaged in each of 16 problem behaviors in school (e.g., smoking, being stubborn, disliking school, associating with troublemakers, and arguing a lot). Responses included 1 (never, almost never), 2 (occasionally), 3 (sometimes), 4 (frequently), and 5 (almost always, always). Summing across the 16 items created a continuous risk score and then students were classified into three categories (1 = no risk, 2 = at risk, 3 = high risk) as follows. Fifty students in each school were assigned to high-risk group, which comprised (a) students who responded to the smoking questions with 3 and higher and (b) the remaining top-scoring students on the continuous risk composite. Then, from the unassigned students, 100 top-scoring youth per school were classified as at-risk group; the remaining youth were placed in no-risk group. To examine whether peer selection and influence processes varied as a function of participating in interventions, we included dummy-coded variables for students who participated in SHAPe curriculum in Wave 1 (1 = treatment, 0 = control) and FCU intervention at Wave 2 (1 = treatment, 0 = control).
Peer affiliation was assessed by asking students: "Which children do you hang around with?" Students were able to nominate as many others from their grade as they wanted; these nominations were not restricted by gender. From these data, we constructed a reciprocated measure of peer affiliation such that a peer affiliation relationship existed if both nominator and nominee agreed that they hang around with one another (1 = affiliation, 0 = no affiliation).
Analytical Approach
Model overview. The SABM consists of two submodels that are jointly estimated (for overview, see Snijders et al., 2010; Veenstra et al., 2013) . The network submodel tests the likelihood of friendship ties between adolescents based on various network selection processes. The behavior submodel captures effects related to changes in behavior over time.
Model effects. For the network specification, we considered two types of effects on network selection for AB and VB and provide their illustrations by focusing on AB, while the same effects were also included for VB. The AB degree estimates the effect of AB on an adolescent's tendency to have mutual peer affiliations. A positive effect would indicate that adolescents with greater levels of AB had a large number of affiliations over time. The AB similarity estimates the tendency of adolescents to nominate friends who have similar levels of AB. A positive AB similarity means that adolescents were more likely to select peers with similar levels of AB. We also estimated the effect of similarity on gender, ethnic/racial background, teacher-reported risk, and treatment condition on the likelihood of peer affiliation. Because students were randomly assigned to preventive intervention protocol (Dishion & Kavanagh, 2003) , we controlled for how participating in intervention contributed to network selection. Finally, we included parameters for several network structural processes. We used geometrically weighted edge-wise shared partners (GWESP) effects and transitive triads to model triadic closure processes by assessing whether having multiple friends in common increased the likelihood of tie formation. The indegree popularity effect estimated whether students who previously had more affiliations were more likely to develop additional affiliation over time. The network function also included effects for degree, which controlled for the number of ties.
For the behavior submodel, we estimated the peer influence effect on AB and VB using total similarity effect. This effect predicts changes in behavior based upon how similar an adolescent's behavior is to the total levels of this behavior across all of his or her peers. A positive effect indicates that changes in behavior bring an adolescent closer to his or her friends' level of this behavior. To evaluate how participation in the interventions impacted the levels of AB and VB, we estimated effects of treatment on the levels of AB and VB (effFrom). Similarly, to examine whether a reciprocal relationship existed between AB and VB at the individual level, we examined their main effects on each other. We also included two interactions to estimate how (a) ego's levels of AB moderated the magnitude and direction of peer influence on VB and (b) ego's levels of VB moderated the magnitude and direction of peer influence on AB. Finally, we included a main effect of the number of peer affiliations on AB and VB (degree on AB and degree on VB). Because students were randomly assigned to intervention, we controlled for how participating in intervention contributed to peer network influence on AB and VB.
Modeling approach. We conducted SABM analyses using RSiena 4.0 (version 1.1-290; Ripley, Snijders, Boda, Voros, & Preciado, 2017) . Because we were interested in examining developmental differences across early adolescence, our three-wave panel data allowed us to separately investigate changes in networks and behaviors that occurred in Period 1 (from sixth to seventh grade) and Period 2 (from seventh to eighth grade), referred to as two age cohorts (younger and older). Furthermore, we used structural zeros approach to combine the data from two cohorts from the same school (i.e., structural zeros precluded cross-cohort ties within a school; Ripley et al., 2017) . To gain sufficient power to detect peer influence on AB and VB, we used a multigroup option (Ripley et al., 2017) to assemble one multigroup object across the three schools. Although the multigroup option has the advantage of boosting the power to detect peer influence effects, it assumes that all parameter estimates are the same across three schools. Thus, we tested whether this assumption was justified by examining schoolrelated heterogeneity by including dummies into our models (i.e., Dummy 1 compared an effect for School B with that of School A, Dummy 2 compared an effect for School C with that of School B). We conducted the joint score-type tests for school-related heterogeneity of the final models to show that parameter estimates were homogeneous and to discuss the school differences in parameters in the supplementary analyses.
Results
Descriptive statistics for AB, VB, and peer affiliation networks are presented in Table 1 .
Peer Network Selection and Influence on AB and VB
With regard to our SABM results (Table 2) , we found that similarity on AB increased the likelihood of peer affiliation from sixth to seventh grade (AB similarity est. = 0.62, p < .001) but not from seventh to eighth grade (AB similarity est. = 0.30, ns), whereas youths with higher levels of AB tended to select a larger number of peers from seventh to eighth grade only (AB degree est. = 0.31, p < .001). VB was not significantly related to selecting peers in either one of age cohorts. No evidence for peer influence on AB was found in either of age cohorts (sixth-to seventh-grade AB total similarity est. = 0.01, ns; seventh to eighth grade AB total similarity est. = −0.02, ns). However, youth changed their levels of VB to become similar to the total levels of VB reported by their peers between seventh and eighth grade (VB total similarity est. = 0.18, p < .001) but not from sixth to seventh grade (VB total similarity est. = 0.02, ns).
Amplification of AB and VB
AB levels were positively associated with changes in VB from sixth to seventh grade (VB: effect from AB est. = 0.46, p < .001). Furthermore, when testing how VB related to changes in AB, we found that VB levels were positively associated with changes in AB from sixth to seventh grade Density is a proportion of actual out of possible connections. b Jaccard Index describes stability of affiliation ties over time, here from Grade 6 to 7 (Period 1) and from Grade 7 to 8 (Period 2). Peer affiliation ties are reciprocal.
(AB: effect from VB est. = 0.60, p < .001). These associations were not significant in older cohort. We also considered whether AB moderates the susceptibility to peer influence on VB and vice versa. Our results indicated that AB did not significantly moderate the strength of peer influence on VB, and VB did not moderate the strength of peer influence on AB.
Controls for Potentially Confounding Network Processes
We obtained these results while statistically controlling (i.e., estimated in the same model) for network selection processes . We found that youth from both age groups were more likely to select peers who were of the same gender (younger est. = 0.36, p < .001; older est. = 0.17, p < .001) and race−ethnicity (younger est. = 0.21,p < .001; older est. = 0.13, p < .001). We also observed that all adolescents were more likely to befriend peers who had similar levels of teacher-reported risk at Wave 1 (younger est. = 0.23, p < .001; older est. = 0.19, p < .001). Among the older group of youth, those with higher levels of risk selected more peers. Random assignment to the family-centered intervention affected network selection such that adolescents who participated in SHAPe curriculum were more likely to affiliate with Note. SABM = stochastic actor-based modeling; GWESP = geometrically weighted edge-wise shared partners; AB = aggressive behavior; VB = violent behavior.
a Treatment was SHAPe curriculum for sixth graders or Family Check-Up intervention for seventh graders. Rates are omitted from this table and available from the authors. *p < .05. **p < .01. ***p < .001 (all two-tailed).
one another from sixth to seventh grade only (treatment similarity est. = 0.10, p < .001). Our results showed that random assignment to either SHAPe or FCU preventive interventions did not significantly predict the levels of AB and VB in both periods. Finally, we examined several commonly observed network structural processes: youth were more likely to hang around with friends of their friends (GWESP effects: younger est. = 1.73, p < .001 and older est. = 1.86, p < .001; transitive triads effects: est. = 0.11, p < .001 and est. = 0.09, p < .001). We also found that adolescents who affiliated with an average number of reciprocal friends were more likely to add additional reciprocal friends over time (square root of degree of alter effects: est. = −0.70, p < .001 and est. = −0.67, p < .001), Taken together, our peer networks were structured according to fundamental network processes.
Supplemental Analyses to Examine Homogeneity Across Schools
To examine whether selection and influence effects occurred equally across the three school contexts, we compared them using dummy variables. Results suggested that network selection varied among the students from sixth to seventh grade such that (a) there was a significantly greater tendency for transitive peer affiliations in School C versus School B suggesting that peer networks were more cohesive in School C (est. = 0.05, p < .01), (b) girls selected fewer peers over time in School C versus School B (est. = −0.20, p < .001) and School B versus School A (est. = −0.41, p < .001), (c) racial−ethnic homophily was significantly lower among peers in School B versus School A (est. = −0.21, p < .001) suggesting that peer affiliations in School B were less segregated by race/ ethnicity, and (d) youth who were rated by their teachers to be a higher risk formed significantly more peer affiliations in School B versus School A (est. = 0.16, p < .001). Results revealed that peer selection varied among the students from seventh to eighth grade such that (a) youth who were rated by their teachers to be a higher risk formed more peer affiliations in School C versus School B (est. = 0.22, p < .001). Importantly, no significant school-related heterogeneity was observed in peer selection and influence estimates for AB and VB. Joint score-type tests for school heterogeneity showed that, adjusted for the dummies, the joint significance tests for school heterogeneity at each site were not significant, suggesting that the parameter estimates were homogeneous across schools-from sixth to seventh grade: χ 2 (16) = 15.50, p = .48; from seventh to eighth grade: χ 2 (28) = 39.36, p = .07. Thus, having controlled for the above school differences, the remainder of our selection and influence effects were similar across schools.
Discussion
We examined whether youth selected friends based on AB and whether these early adolescent peer dynamics would amplify violence. In line with the confluence model, the younger cohort selected peers who had similar levels of AB, and importantly, AB was associated with increases in VB levels at the level of the individual. Older adolescents, however, did not select friends based on AB but did adopt their friends' levels of VB, partially supporting the confluence model. Finally, for youth in both cohorts, VB was not predictive of friendship selection and there was no peer influence on AB. Taken together, these results suggest that peer networks interplay with a complex array of influences that change from year to year, with a potential to amplify AB into more serious forms of violence (e.g., carrying weapons) through peer selection and influence. The current findings have important developmental implications in that VBs do not emerge out of the blue. Instead, these behaviors emerge from more covert and seemingly less harmful AB. Peers influence the trajectory from deviancy into more serious VB. It is, therefore, important to prevent AB behaviors in early adolescence. As such, these findings have clear implications for management of classroom social dynamics.
Although the observed age differences in the strength of peer selection and socialization pathways for AB and VB require further replication, our findings underscore that distinct social dynamics management strategies need to be used by teachers to disrupt the peer selection pathway and to counter peer socialization of violence dynamics. Drawing on insights generated by research on social network interventions (for reviews, see Gest et al., 2011) , interventions aiming to changing the pattern of social connections and the role of AB for friend selection may be more successful at disrupting the formation of delinquent peer groups that would subsequently incite VB. Altering the pattern of connections or an entire network structure is challenging but could be achieved via teacher-structured and supported collaborative activities in which at-risk youth are grouped together with their more prosocial peers (e.g., Mikami, Boucher, & Humphreys, 2005) . The key to success of such programs is to preemptively disrupt potential deviancy training dynamics by providing adequate resources to teachers and students (see below).
Moreover, these results underscore that a simple intervention like randomly assigning youth to a homeroom can affect students' choices of friends. In this study, we randomized sixth-grade students to their seventh-grade homeroom. Although the intervention delivered in the homeroom may have created more camaraderie among students, it is equally likely that simple proximity led to increases in friendship formation. This finding suggests that evidence-based approaches are needed to assist public school leadership in allocating students to learning environments to optimize student engagement, and reduce affiliation and socialization patterns that disrupt adolescent development and achievement. Another corollary of the proximity mechanism as a driver of friendship formation is that systematic aggregation of students with emotional and behavior problems via academic tracking may, inadvertently, provide conditions that are ripe for delinquent peer selection setting the stage for a subsequent contagion of delinquency (e.g., Crosnoe, 2002; Dishion & Tipscord, 2011) . In summary, our findings provide support to the original efforts to mainstream education environments and provide resources to public schools to meet the needs of individual students, rather than creating special schools or programs.
Another potential construct to target would be individual student susceptibility to peer influence. It makes sense that adolescents vary in their susceptibility to peer influence (Steinberg & Monahan, 2007) and have an increased likelihood of engaging in risky behaviors while in the company of peers (Peake, Dishion, Stormshak, Moore, & Pfeifer, 2013) . However, interventions that target resistance to peer influence, especially involving high-risk youth, can backfire and increase problem behavior and risky peer dynamics (e.g., Cho, Hallfors, & Sánchez, 2005; Dishion & Tipscord, 2011; Ringwalt, Clark, Hanley, Shamblen, & Flewelling, 2009 ). Although it is not well understood how to prevent the emergence of iatrogenic effects, it has become increasingly clear that when antisocial youth are aggregated into groups, there is a high demand for skillfulness for the teachers and school staff managing those groups. Research showed that lower levels of school staff skills predicted more negative behavior in groups, which in turn predicted growth of student problem behavior over 2 years (Lochman, Dishion, Boxmeyer, Powell, & Qu, 2017) .
It is more likely that skillful adult leadership in the classroom is critical for reducing the social dynamics that fuel the amplification of problem behavior (Farmer, Reinke, & Brooks, 2014; Gest, Madill, Zadzora, Miller, & Rodkin, 2014) . One of the key principles that underlie peer influence is a low level of ambient social reinforcement. In such settings, students will match the reinforcement for a deviant talk by peers (see Dishion et al., 1996) . In institutional settings, for example, Patterson and colleagues (1992) found that peers provided nine positive reinforcements to every one positive reinforcement for a prosocial behavior provided by staff (Buehler, Patterson, & Furniss, 1973) . There are several evidence-based school programs that effectively focus on increasing the ambient rate of positive reinforcement to students for behavior that promotes academic achievement and engagement, including positive behavior intervention support (Sugai & Horner, 2006) and the Good Behavior Game (Barrish, Saunders, & Wolf, 1969; Kellam, Keegan, Kendziora, & Poduska, 2002) . There is often, however, a gap between universal interventions such as these and the needs of high-risk students are who already presenting with problem behaviors. However, research suggests that integrating needs of the highest risk students with those of typically developing students is promising for addressing peer contagion (Farmer, Chen, et al., 2016; Farmer, Sutherland, et al., 2016) . These strategies to promote positive engagement coupled with the mindful engineering of the academic learning environment and skillful teaching are likely to be effective in reducing the prevalence of problem behavior in public school systems.
These results should be interpreted in light of several limitations. First, we were unable to test microsocial mechanisms that underlie peer selection and influence (e.g., social reinforcement or identity enhancement; Prinstein & Giletta, 2016) and amplification of AB into VB. Given that discovering such mechanisms is informative for intervention efforts, future research should focus on elucidating individual differences and microsocial dynamics underlying peer influence mechanisms. Another limitation is our inability to study how variability in school and classroom levels of AB and VB may influence peer dynamics. More research is needed to identify a range of optimal ratios of prosocial to at-risk for deviancy peers per classroom to inform the creation of resilient peer ecologies in which peer contagion dynamics could be harnessed to counter delinquency and violence and amplify the prosocial behaviors. Finally, network dynamics studies need to assess teacher's classroom management strategies and tactics and to examine their role as moderators of peer selection and influence pathways to inform and strengthen teacher training in classroom social dynamics management.
In summary, using the dynamic conceptual and analytical lens of SNA enabled us to test of two key hypothesesconfluence and amplification-to explain the development and intensification of delinquency within the peer context. Our findings suggest that peer networks interplay with a complex array of influences that change from year to year, with a potential to amplify AB into more serious forms of violence (e.g., carrying weapons) through peer selection and influence. Although more research is needed on specific mechanisms underlying these dynamics, promoting students' positive engagement and reducing their susceptibility to peer influence are likely to be among effective classroom management practices.
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